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One of the most encouraging features of recentresearch in

-resporise to literature has been a movement away from simple empificism

.towtra,the explication of ,a number oe4heoretical, explanhtory

frameworks of considerable power and generalizability. Whether we
.. _

axe mest'comfortabile drawing them from psychology, linguistics,: or

philosophy, such'theories are important because tHey shape both 1.

-.the deAgn,pf our athilievand our interpretitions of results. In.
. .

effe0,1'4hey help u4'to cognize which results are interesting

and profitable, and whi h add little to our knowlOge. Rather than
.

o _contradictory, the larious:frameworks forApRroaohing response to

alteziture are often complementary, placing similar data at the

' vertex of a series orconverging lines of ekplanation, and thereby

making.uskjOrt aware of the multiple dimensions of the phenomenon

we are

`-.Eyes more encouraging is the fact that, beginning from quite
1

. A

dibereit theoretical; orientations', theze ii' a aigaificant digree of
. / r'

*

do=opality in the conclugons which 4hrious investigapil.s are reaching.
,

itty 0%4:research in the general area of response to literature

hasbeen set within thersoecific framework of James Britton1s model

of the pates of language. The theoretical backgrokind to this mod41 has
4

been elaborated most fully in Language and Learning (1970); its
- .

, practical application in the study of children's writing has been
.*

demonstrated 'in. .e.velopeent of Writing Abilities (11-18) (1975).
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Spectator and Partt'cipant

. Central to Britton's model an awareness oil the very differept

sets of conventions-which we bring to bear in approaChing language which

is, roughly,, literary and that which is, roughly, scientific. In

scientific disdourse, we enter with the expectation that we will
,

,

participate in an ongoing dialogue. Each bit of evidence is_legitimately

tested for 'truth' against whatever criteria we can brfhg.to bear from

our experience as a whole.
-
We can accept some,parts while rejecting

ii` others, and can argue with the inductive or deduetivesprinciples,upon
4

which the argument, is ba.sed.'And we can do, this becauSe scientific

.
discourse operales in a context of accepte, shared rules of evidence

/ and argument (what Thomas Kuhn /19627 calls the "paradigm" underlying

,/

1
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a
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the field) which each participant -in the scientific calogte

understands and 'is expected-to-honor.

With literary language, on'the other haed, we begin with the

expectation that we gill suspend our jUdgmentof detail until We.AaIXL/

a>.a sense of the shapes of the whole: The criteria which iebring to

bear are those
t
df internal-consistency aad completeness rather than

of external truth and' logical validity: We are specter' ors of a

presented experience and, as Holland (1968) h4noted, the fact that

-we areonly spectators mty allow usto become even more deeplYiavolved

in the experience which We are witnessing.:

-The-par implied here is areal applimP;rtant;pne that should

not beobscured.ty, the terminology: in drawing the distinction between_

apectatqrand papticiiant roles,

, /

are not drawing's. distinction bitween
(

t



involvement and disinterest.

both sometimes lid to'boredom and passivity..

3

Both roles invite passionate commitment and
1* '

.The distinott

4.

on between spectator and participant roles can be

extended beyond language to the ways in which we assimilate the generalr

eXperiences of our lives. The Aritish1psychdrogist D.W. Harding (l937)

A.---has-beguyi-mantresting the exPectAtions-bildyy and for

'.. the participants in a street accident and the spectators who merely r.

tapper onto the scene. He, too, moves fromitheilto a consideration. of

the implications ethe distinction for our understanding of literary

experience.

V"

Drawing the distinction between speclatOr aneparticipant in
.

these broad terms has a number of consequences for our studies of

response to literature. One of the most important is that the perennial

. problem of defining what we will accept as "reap" literary becomes

irrelevant. Wben we are stud'ing response in'the spectator role, the

comic book oprthe James Bond hovel is just as legitimate an object of

our concern as is the work of Shakespeare or Milton or Hemi
r' .

Are similarities

of their readers.,

spectilor role exp

. There

tv-ell as differences' kr what such diverse korks ask

our reaponses.t6 each of them are part.of our

eriences.

A second consequence of drawing-the distinction. between spectator

. 4

and participant roles In language use is that
,/

the line between author

and audience, indeed the term " response," begins to llur. Me use

language' in thek spectator role when we tell i,,story; we use it when we

'
read i poem; we use it when we pass.anidle'monent with an, amusing

when we. listen to 'a friend recounting a narrow escapeanecdote; we use it

p

in the rice paddies ot 'Vietnam: Again; there are similarities as well

t
5 ay.

I.

4
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-as'dieferencesiin the involvpd, and our understanding will remain
' 4

ihcompiete until we have studied all ofthe.dimensions. Thivs "

bmpedeas the range of methodological approaches which are legitimate in

the study of "response: we can lookit the-writer and the speaker in

the process of composing, as well. as the.reader and the listener in the

act of responding.

4

The third-aonsequeace-pf drawing this distinction between.

spectator and participant voles is in some ways both subtl4r and more

important. It stems from the fact that spectator and participant are

- 7 ;

defined in terms of attitudes toward experience (in this case;

experience expressed in language) ratherhan in terms of characteristics

of text. This in turn raises the question of what makes us respond to'a

particular text as though it were literary rat er than scientific, and

whit the consequenof choosing'one or the other mpde are. (Or put

another way, we can ask why we have found it necessary to develop two

such distinCt modps,of language"use:)

Representing Experience.

Answering.this'last set bf questionscan load to quite a leigt=7
. ,

4

excursion into philosophical _"and-psychclogrcal theory. I will sketch'.

adefly the line of e.rgument that I-findmost satisfactory; it is

1

--e .

.,

11!

.
/

developed more thoroughly in Afplebek (1978).i .

We functioalksychO aicallSr by COnstrUcting"reltsintations of f
. .

experience, a kindlbf mental recordor archive of our previous

encounters with life. This record operates at,all-levels, from the

simp44k enactive behavior chain
.

of a philosophical "ideal." ,The.

to the most highly abstract representation
.

purpose' of such representations is .pot
f

'simply to provide an archival record of the past, hbwiver; they also

.16
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serve to guide enecUnters with new experience&. They provide us

a
with a-se t of reasonable expectations about the nature of our encounters

I

t
with tlie, world. -4-

. Susanne Langer, in,her monumental study, Mind (1967, 1972), has

. argued that a/1 of'bur mentt,l experience can be divided into two

broad categories, differinallin their driiins but not, fUndmneetally, in

their underlying nature. One category she calla sUjecttve,,the product

"fettle internal and complex workings and reactiOns of the indloiidual

'mind; the other she calls objective, which is "felt as impede:and

.seems to arise independentlyof individual volition. Her distinction
1

has many immediately recognizable parallels: self and not self,

emilkidnal and rational, affective and cognitive, personal and public.

` :
Extrapolating relatively directly from-Langer's theories to the

of literary response focusses our attention'in two ways: first,

esta we should find basic similarities in the thought processes

underlyi4 Spectator and participant roIeekperiences. (We might

'Ixpect, for eximple, to find strong parallels between Piaget's

findings-about thedevelopment of "scientific" concepts and our own

findings _about "literary" ones.) Second, we'wduld be led to expect

characteri'stic differences in the way.a text begins to. be assimilated,

leading one sort of text to be experienced, in Langer's termi' asterms;

"impact" andthe other sort to be experienced as "action.";
A

Poetic and TransactionarTechniques
,

At this pOint,it will help if we remember that spectator and

-participant roles are very broad categories which Subsuthe a wide,'

4
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varietysof specific uses of language: These more specific Uses can'

be ordered along a cOnt)inuum related essentially to the techniques of
.

-
(

\
- N. symbolization which are employed.; In the Yarticipant role, we have

what Britton has called, transactional tedhniqueu.these.are therules
e

and conientiftswhich 'are nedeisary for transactions between individuals,.

Or e eve oen o eory as well as the day4tol.day business of
r i

life. The continuum of transactional litechniques is essentially one

, of degrees of formalization, having,at-one extreme.the .rigid
)

,

1

specifications, of symbolic logic, and at the other the taken-for-granted

conventions of casual discussion among friends. Britton has

outlined some of the stages along this continuum in his studies of

children's writing (Britton et al., 1975).

In the spectatdr rdle therep_.! again a cont of techniques,

but'it reflects a different set of or tional principles. This

is based on what Lange& (1967, 1972) has c7.ed presentational'

symbolism, which seeks to present a complete exieriente for contemplation.

4
Britton (1970), studying uses.of language, &lied these techniques

" poetic," since it is in mature-poetry that they twe e5rbibited most
' '

1

In general, poetid tecieques ale less well underhtood than are

transactional ones, perhaps because in the most highly developed forms

of the transactional the rules-of-use are stated relatilrelk fully
. -

.

/
(as premises, permitted transtormatioes, and so on), whereas in the

.

most highly developed forths of the poetic they are not. Langer has

made the point that. however we night choose to formulate theM, the

essential characteristic of these techniques is the establishment

I
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.of relationships: . 1(

f 1

it is Fairly patent that_the e-tablishmept and organizatiop
-;

. ,

of tensions is iChe basic technique in projecting the image of
1

. feeling, the artist's idea, in any medium. They are.the

'kessential structural elemetts whereby the "primary illusion")

4
of the incipient work established, its scope and

Potentialities giveli and its development begun. (1'967;, p. 164)

Aler.comments are-a good starting point for an researshllito thp

---- nature of poetic tee iques and are,,like3,7to remain a good,ir
.

somewhat generalized,summary of our findings in this area as,eur

.. . *understanding grows fuller. .

Aswith *ransactional techniques, the continuum of poetic uses

of language 'ranges 'from sophisticated litera6Allerka iin which the

various elements of the discourse are interwoven on many different

levels, throng it sidtpler (though not necessarily let; entertaining)

stories, to the Casual anecdotes of.eonversation amOjg friends. 1,-

Casual conversation among friends is a pivotal element'in

B;ittontdheory, though a detailed discussion is not necessary for our

present purposes. Such converslon is important adla mature.form of

what Britton calls the "APressive mode" of language use mode where
*,

spectator and_ participant roles meet and are easily exchanged, .and

where poetic and tiansactional techniques are used in easy juxtaposition.

) ,

Developmentally. and genrically, it lies at the ,.heari. of the model (figure 1)

Y

0

Figure 1 about here

At this point we can bring together some of the theoretical

notiwis we have'been discussing, in ordet to answer the question with.

9 Lf
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Figure 1. The' Uses of Language
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which wp.began this excursion: why nOe we found 0 necessary to .

develop two such distinct modes of language use? Put siMply, we have

evo4ved poetic techniques in order, to represent subjective- experience,

and transactidnal techniques to represent objective efliereience. Such
, . ,

tepresentsOlons-through-language allcmrus to order and rewder,our

oirnexperienCe and to ;hare this experience with-others.

The formaZizatiominherent in transactional' symbolization has
'

as its,basis an externalizing procets; becaute the rules are ,staged

they appear "external" and achieve anappearance of objectiviti-in

Langerrs sense. They come to seem "outside" the individual and to
.46, .

*quite inependelit of any re 'of us.have a validity and existence

Langer (1967, 1972) and Polanyi (1958) have both commented on the way

in'which such objeCtitity is created through formalization; and the

extent,to which the system that results pay Aix little relation to

usuai.thought processes.
1.,

If, we attempt to use transactional techniques to dpacribe'subjectAve.
re4 . -..ti

ores
.

.enerience, that experiencw-i/sO bitoMes external and dOeitive; we can ,
. 4

analyze aid describe'it, but suPE-analyses do ndt provide an adequate
1,

representation of the Terience'itself. (The differ4nce is similar to

that of knowi5g that a'friend has a'toothache, and perhaps even knowing

its cause, and ilavipg a toothache oneself.) To symbolize subjective
I

experience requires a' different approach, one which Invites the reader

or listenprto recreate the subjective experience for themselves; the
-

essential process is synthesis rsger than analysis. The author ot

a poem, for example, preients '1.3.3 with, a. text in which''. myriad of specific

ele%euti (sounds, symbols, words; actions, themes, and so on) are

4

11" 4 /
* ik

A'
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arranged in a-particular wpy. As readers Df the pdem,.we are asked
% . ....

1 1

.

-to_bringpv own ways of understanding tO2bear upon these elenent.

We dehie,itiat.the seating is pastoral, that the charatters-are rod,
.

ploiqs interesting and the outdone tragic. -The meanings'thill

.
.

4V,1 7.

depeiZ,vcon our own mood-ind'experience, as. well as on.the ,

.
. .

way in which the author has arranged the-elebents of the work. ,NO.twcio

'readers will take eXaitly the same meaning because the process of

.---- Understanding is an!internal,.personal one.. The meaning will arise
, ..

outlif the patterns that are perceiveds joist as the meaning we take

frw any new experiencearises out of the patterns le choosetosimposer

upon' it. Nonethe:ess most readers of a commod'age in a' common culture

12y, because they will be maing.:

screen,Of conventions and.

ik
will construltheilork

sense of the text through p.similar

4
presuppositions.

At the level of specific techniquese virtvally401.,discourSe user

8

y
both poetic And transactional symboliaMt:A'novelistwill--svmmriAe a

"theme pr desq.ibe a character; an essayist will use a ranke'&41P
/rhetorical. de des. Such mixtures of.tecii2ique rely for success on

''congruence be

congruence can

en objective and isubjective experienCe. 415ere the

established it strengthens the text; if the congruence__-,. .
is eroded, the temt4s.idite likely to be rejected.

a

At the level of the discourse as a whole,loyef4r, the'choice

. not such an open one, One of the basic principlea 'of poetic technique.
L k.

6

involves the establishment of elatiorlthipe bet neen. the4aritrus part's

_of the poem/Dr stdry, and the 'meaning' ef the discourse involves an

understanding of'the fall set of relationships.: To achieve such an,

understanding requires a-percep4on.of the Whole, and it is frohis

I 12

(.1 .

I
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that the speeltator, role ns 4.ts most characteridtic feature: the

It

release' from the demands of immediate_respon*ef,' To stop, the viViairi"-

,

in media res is jib change the shape of the experience - -and unfairly

- alter its viewingwher eas to argue -with the fiats in the course ,of.

a.tfansactienal argument is a fair test of its validity.:

Research Questions' .

411,
.

. have identified the, spectator role with some basic pro cesses

F

of mind and have irgled tha res odse is the spectatorrole*--engages
o /

.directly with the simb psy ses thld we use in

confronting_ any, new experiences These processes, we 414 suggested;

involve representations
-

of; ou; past experiences

-

of experience, s repreeentatIons constructed out

add Shaping oUr expempatidn4 'when we encounter

new bees. Tn designing and.intirprAng studieS of response to ,liteitturep,

the most, inteiesting questions concern, the .iindi ,of expectations that
.

,

are shaping response; he sourtes of these expeeltions4. and the
.. , . .6 - . \ .

t'intlnence of 'each' he:w experience, uP6a:our representations oI experience
..0

4 , " .. ,
, ,

#

(and hence upon.m ir later activities): Questions. ..posed in' these N4h54,,,,
C 00 Gt.

can focus studs in 'virtually allagf the traditionaZ areas of study of
.

, ;,10- .- ,

response, including, reading, inIpresti, developmental change, effects or

. -

instruction, psychoanalytic influences, and cOmprehensionN Ricauie
.

.

..-

the many sorts of expectations that are operatiVe in any encoudter with
. ,

Laws

text,, adequate conceptualizaionlequires thAi
:A
deratdon of more generalJ

socikl, linguistic,
,

. .. .

.. cons&aints- on the lilAy

60K
and culWrai convenAont, as well ai.

s iv. which children 'hrepresent". or

experience to themselves and others. 'This in turn implic-

of developmental 1.,

/

. it
. .

productive methodological analyticilytin approacheS tan be=and need to -. %

-no

.,,.

,..4.1-

.1
.

11,-;--t l .
-
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_.,spectator role uses of'language, and to some examples of fruitful areas:

11

'be-iiirawn from a variety of academic disciplines an turned to the

specific ends of 'our own studies.

We willtrn now to- some illustrations of how techniques trot'
-lot

different lines of research-have amplified our understanding -of

.lor further investigation. The topics that will be discussed include:'
4

'earliedrms of spectator ro3e'ekperience, the child's emerging "sense

Of irtory,"the natUre,of poetic form; developmental changes in ways di"

dinadssing the spettator role, reading interests, and the'nature of
4

Crepresentation, of experience.

Early Forma of the Srpletator'ROle

Hovi soon does the-child begin'todifferentiate between spectator
'.j. ,

--ead-partioipant roles?
*

Several lines of evidence converge to suggest that the basic,
/' r

. attitudinal distlactionbetween spectator and participantrolesoi
.

. language use is a'very early one, perhaps occurring as :early's:82am
.

....----...-

Infant's first structured babbling." Eut104eir (1962), studying the

Presleep monologues of her son Anthony at the age of two-and-a-half,
.

4

desMany exam s of language which the child is using to'structure

g
himself.-TSince.language is a new and centralhis experiences f'o

experience for the Id at this age, many.of these examples Involve

play'mith language, b alsdlattempts to deal through language

with other important e e child's life (ranging from the

.

unfairness of the fact that t e family dog--but not.the child--is allowed

to cross the street, to the shared attentioriemong mother, fatherland

son).

Studying the speech of "Nigel" at an even earlier age, Michael

4 .

" 14'
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Halliday (1975) similarly finds evidence of the ufe of laniiiage in,what

-' he calls the "imaginative function." He provides an endilent summary

. of one line Of development4E the' spectator role:

...the child also uses language for creating a Universe of his

own, a/world literally of pure sound, but, which gradually turns

into one of story and, make-believe and let's pretend', and

ultimately yinto the realm of poetry and imaginative- writing. (p. 20)

Halliday claims that Nigel has begun this progression by 15 months,

at a stage which precedes the acquisitiOn of ticleilco-g7ammatical
4o

system that is usually identified as the beginning geWpeech.

BAlliday and Weir are both linguists, and neither was primarily

concerned with the- origins of literary 'experience. Their ekFidence is

also leneatiie in that each relies upon a corpus of data gathered from

!lc'a single child. Their.pnalys gain power from the theOretical

perspectiviS that each brings to bear, and, for our purposes, from the
t

convergence of views in an are which was,. for them, of only peripheral
*

/
concern. Careful studyOt4 differentiation of imaginative or

a-

spectator role. uses 'f language nonetheless remains for-other investigators.

Sense of Story

At a slightly older age, we have'a-rich body of data elated to

one aspect of children's spectator role experience: their ability to de

tell a story. Pitcher and Prelinier (1963) gathered 360 stories from

'children between the ages of two and fifi, in response to the simple

request, "Tell me a story." Though their method of recording the

"stories makes the corpus inappropriate for someTkinds of analysis, 1

it is possible to use their collection to demonstrate thatby about

15
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two-and-a7half:Chi1d1Ap have begun to develop;expectations about

/...

.

a..

1. what "tell.ipg, a Story" involves, adopting eertaion baSic conventions
. ,

,

.
. . f

of story,tqlling, and becoming more adept' a&. the Use of, these conventions
91,

,
as the children.growsolder. 1

* "
Stogies are .pf course-only e. slibSet of spectator role experience,

anr'we await studies. of early development of other genres (rhymes, for
, - .

.

examplie, and acting-out .of story themes). ,

7

... ,

w

e ,Ii,
Story tillAng is only one sidefoe,,a child's experience with,...0.-4

401! the expectations that shape tfe stories they tell must come

ty fitim the stories the0aver hears'.

0.0

young children's direct respOnse to - stories
. ,

*

Our best data,about very

they have heard is agaiia-

in case, studies, partpularlY Dorothy White's (1954) dihry-chronicle'

of.fier daughterbarol's experiences before the, age of fine

librarian, Nbite,is\sensitive to both boOks and children and provides
A

many intriguing insights into the changing needs and interests whiCh
1

books,canisatisfy In these first yearid. AMOng.the developments', which

-
can beAtraced using the diary entries are a gradual complication in

.
he:child's concept of what a story is,'as itrogresses from a history

. .. . .

.,
to a-representation of experience.- ("Ny real England," Carol asses

. . .. %,

atiabogt tjae age of foir, "just paper,r4ngiend,".p. 127.) OPher

developments include the enjoyment of nonsense as another legitimate

, .
spectator

,

tole genre, a concern' with the origin ocstories, the direct
. --

. ,- ,

.ipteraction between life and literature, and a locliverf concern until 'a

. ,

relatively late, age lith the fictional element in 4,st spectator role
. .

narrative-.

/cTh
. This sort of Case study (hers, a retrospective one bey

. 'diary material) provides- a-wealth':of.hypotheses to explore

-4

I a-

d on the

with Other

'
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1
and larger groups of children. (le limits on theigeneralizability of

I

Carol't experience are patent: sheis unuslutily bright, comes from an

unusually literary home, is observed unusually closely, and lives in

New Zealand.)
1.

...

An investigation using six-4 nine year old children in London,

, , r 1

England, for example, explored the extent to which they recognize that

most of the stories they enjoy are fictionall.as well as their

, knowledgof some of the other conventions of this story world. 1jth
4

school age children, it is possible to ask quite directly about their

iaxpectations-an4 jesponses to stories, as lahg as one'remembers that

the RaAicnlar Wording of a question can haib>aliry strong influefice

' on the rekpOnse. Preadolescents in particular will' respond' to the

. moitliteral,interretatianof a question rather than to the underlying

intent:

What emerged with

six were wavering:, most

the London children was that beliefs at age

of the children interviewed would defend at

length'the reality of one or another favored"story character, but were

lepi sure about whether...all characters were-similarlY-real. (It Was.

not uncoMMon for (3, child to believe is Cinderella 'but not in Red Acting

Hood*--or vice Verde.) Joseph, discussing gtantsl.is typical-of many

both in his unquestioning acceptance of theirplace in the world

in le way he uses re general schemata.to make sense of hii literaryt

experiences:

Have ybu ever seen a giant ?-- David saw one when he was a little

Ia.Have you ever seen one. -Why do you think you've

never seen one?--One- was made, only David picked,...fired stones
.

up and he fell to the ground and he was killed andrhe's in.

4
sr.
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heaven.--Do you think there ever used to be giOnts?--Yes.-4

Do,youthink there are any now?--No, they were all killed by

the police. (Applebee, 1 p. 4)
Joseph has obviously had a thcrroigh introdUction to the biblical

narratives; in -anc;ter part of the interview he uses the'story of
Noa) and the flood to explain the disappeexance*of "witches and that,"
toug he dates it all to "A Ling time ego when I was a baby."

,
By Lae, such beliefs have disappeexed; thangh some children

'initially treat suc stioni as an, invitation to story telling,I. j
when they realize that the questions sine, being a\st.ed in earnest their,

- .)

immediate and quite 'universal reaction is to conclude that the
, investilgat9r is sing9larly obtuse. -40

/We might hypothesize that the lack of differentiation between

facti and fiction which is' evident.'in young childrr contributes to the

5,

r stories in early socialization. The stories children hear are

a/very direct influence upon their expectations- about what the worlde.
.

s lite--its-Arooatinlary and/syntax as, well as its characters and
k '/

aCti,vils. As they grow older and. more skeptical, it is the specific...

... characters
.
and their'mi,gical activities whichirchildien eirentiitsliy

. ,.
. reject, not the recurrent values, Tbles, and' relationships to which the

.4.

chaiacteYs 134,ver a wincrete 'form.

A Sense of the Y.Thcal .e .

In discussing the nature, of po discourse, we emphaiized the1 / , 1 .

s
1

4

importance of relatii)nshtps between. constituent parts, leading to a.
"structtred'whols." We also pointed out that the structuring principles,

which underlie. spectator role di course"are relatively poorly understood.',-
Eiltt thigh wee Piave not been particularly success 1 in analyzing these 4

1.8
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principles,' ye all use theM whenever we read or ,tell a story.
/ H. Children, toO, develop expectations about the stricture

Vi and we' those expectations in the stories they tell (though we might 7

of storief,

-..

expect vine a large gap betweenabilitY to appreciate and ability to
create)., The tive simplicity, of their.stories -makes them particularly'

einem:1.1)1e to analysis; the principles that ertrge from such studiei,
. :

i

can
% -...

.. .be generAlized in tlirn is hypotheses etbout sthe,structure bf,
)
more.- ... .. .. , '

._ matures , forms..' .i.
./ .'. \

4 . ,- . 4 -., ,... . "The, most eAenqiive investigations of psychologically zaeaningfulk s . , . .
. . " a. . , . .. t

. ." V: . whole*S-haitelbeeif in -the`, o ...Ooricept development. The work of
_ , 0,, 4-

?'.- Briney,'Browa;-vgotsky, incothers;leeds us foliard an analysis into, .

. . 4 . '. Tx ... . ..., elements-witt13,Spe0.fied atiribute,S;, the nature of the conceptual
4 4.

/
414b 4?

1
I .*

,114,
1 '; '7/ $4 k

wnole then,b_ecomers a funOti,on of,*ioillibtributes 'are ornerier or
.

--1,,.

6

;

.

be 0

. , I ., . ,.. , ,

,..defin.ilL,.i.nd'ot the relatOnships 'Claet#ii7, (similarity,..coinpleMentarity,, ,

Y I , 2 .. ' 6* ' ,' 4. k ..,.
4

and 3;3 .0n) '2:00,EigliiZe4. -amongi,etttfl3Ftes.. Btrththe.types of attributes
'and the nature of tiie'.relfttiOxliiiiixs%that are recOgniied as significant

t i, sjachr gharacteristie devel9Filal changes. 4 .
. - . .

a. type of aielysis ii.tzi be -tranii36s&d relatively di/se:Al:3 tc
.4

.6 . r

* ,

pXot story, for exampli, can be considered..
to; be.made up;of- a,:set; ireCidents, each krith a spedifia,ble set of
. .

44 . 2attributes ;(chafe.otets,_.act,ion.lp ett.3..r.go, mood). ,The problem of
4 .1

. . , . v

itu,dyingptretto corm then., -becoms a problem, of specifying the types iof,e.. ,, , . , .Y

relatiOnthiPt among a.ttri,..butes present ina given store( Taking thisp .
A, i . .

. / approach to Pitcher and' Pielingeris (1963) coLlection,of stories told
r ,. , *

by two to five year olds leads to striking' para-Uell with vygotsky's (1962)
,

. .
1 : # 4

.
reports of results frog his studies of concept development. I., .

. .- . , . i . -

19
.
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' Using nonsense word.'s,.VYgaPskY asked, children to ,master the

concepts necessary- to label a'collection:c761ticks of varying,colors:

and sizes. Heballed7the first general stage "heaps " from the Child'i
,

,,,

.

.

: .

4

tendency to reach out and "heap" up the-block: 6*m asked which ones ,
..1 . c

should go together.. VerryyounOchildten sometimes uses. iimilak ..
A ,,.

.,.

organizational principle when asked to.tell a story: tfiey.seize Up°
.- A .10 1 0 ,

0

and eanumerate virtrelly.Einyth,.ng,in their Derceptual field,,with

littler beyond their immediate presence .to link the elements of the 'story"
) :

, together.`

#
Five other, tior,/soph3sticated types

found An the children's stories, each with
I

,

Vygotsky's studies. The full get and their associated concept levels

oforgsnization were

its own tarallels

are listed below:
\ A

Childrees_storiei

rHeap . ,

Sequence

, PriMitive ,nitrrative

Unfocussed.chain
.

Focussed chain

Narrative .

. I.

,Concepts
,

Ileap

, Associative coMplei

'Collectilk complex.

Chkin complex

Pseudoconcept.
.

True concept

The close association between 'these tw't)organizational-task
A

interesting and, one assumes, not *acaidental.. Even more interesting

is the fact that the six stages can belihmtit.-as the result of the

development, and eventual integration, of two more basic structuring

principles; centering and chaining. Centering'involves.the addition

of new elements on the-basit-of attribute% shared -with a fixed
. , .

. ,,,,
"center"--a main character, a,particUlar setting; or, in'mOre

,

'' 4
:.

sophisticated wurks, a theme or point of ,view. _Chaining invp.ive.5 a

linking of incidents one to another in a long chain; so that each

If



children's stories is a very powerftil acid general one for research-

in a :Complex area:,the.drawing of analogieeto-problem'ithat have bee4

approached successfully in other resea ch areas often yields a fresh

perspective that'willopen up new and.profitable lines of inquiry.

i The Organizational schemata Linde' lying childrenjs stories
.

,

.

Serve a,nuMber of functions, of which Onel,of the most imporant
4

is

their 4ility to simplify increasingly complex experiences. There

a sense in 'which alai given event in a narrative is more higkjy

predictable than any given event in, sty,

.
bound more fully to the other ele7nts in

is

a sequence, beCaUse it is

the discourse. Though in

these stories we have been looking. at produdtion$

r them their.responses to literatuii, a number of direct and

testable-krpotheses about response do emerge. We would. expect, 'for
4S- -

exabple, that the child Who is capable of producing ac;itory'with a
.

siMple narrative structure would also be able to use such a itructurd.,
, .

*
. .

-,

as a kind of scaffolding foi his or her memory of Stories heard, and 4-
. .

should show evidence of suCh an asSimilation in any retelling of

unfemIllar stOries._. We might alsp expect that stories that make use

of the more sophisticated modes of iirgardiati'on would be easier, to

retell than those with less sophisticated OrganiziWprinciples.

for 'any given chilli, we migh ,expect to find that the use of theSt

schemata or.orahaizatipnal pattern; would develop first in resionding
;

to storied-and would later be evident, in telling stories.' (There is

en analogy here to adult experien&el----most of us respond to novels that!

we could ,not begin to write.) '

Discussing Slories

The sorts of data that we hare been discussing so far ,lie at best

21..
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on the borderline of xhat has traditionally been considered the scope

.,of studies in response to literature. They were chosen tO illustrate,

,.
how such approaches Can provide insight into processes which underlie

both production and response in the spectator role. We will Tow

turnAo the type of data upon which the great majority of studies

of response to literature have,relied: what people say about what

they have read. ..

First, we need to recognize that in this situation we are

no lobger looking'at spectator role language directly. We are asking
,,,,

students to adopt the particip.nt role to tell us what they can

about the spectator role experience which they Ave had. Thus one of
o

Our tasks (in baths design and Interpretation) is to look through

what they say, to the subjective, personal response which they are

"-attempting to describe. .

The Child's Concept ofttory (1978'5-preients data from a series

of tasks used with six, nine, thirteen, and seventeen year old children.

The '..asks Eire relatively traditiolial ones in this area of resea:Ch:

asking them to discuss stories they khow, to retell unfamiliar material,

to explain proverbs, to'give reasons for liking or for not liking

particular texts, a.nd the like. The varietrof tasks is essential,

for the simple reason tha each task produces its own cEaracteristic

It
,

and different response. A estion such as "What do you think about that

story?" produces slvirtrally universal "It's nice" or "I liked it"--

which the NAEP.(1973)discovered after going to considetable expense to

gather responses to a similar.question. '"What was the story about",

produces, at least with preadolescents, a tendency to give a long list.

. 212
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or characters. ".Tell me about the story" prompts some children to,

an extended retellift What saves the situation from ,disintegrating

into chaos is the fact that underlying those aspects of response,which

are shaped by the demand,characteristics of the experibentaltask,

.

there remain broad and discernable patterns which apply to th fuf/

range of responses. 4

Rather than describe in de4il particular experiments and seta of
P-.,

responses, we will concentrate here on the patterni that emerge from
4

the various converging lines cif evidence. These patterns- -not surprisingly,"

if we accept the theoretical notions outlined in the earlysectiontIL

of this paperparallel finclings in other areas of psychological

investigation, ih particular theresults of Piaget's investigations

of various scientific, concepts. His preoperational, concrete operational,

and early and later formal operational stages provide a convenient

way of organizing and interpreting restilts.. (The particular

populations-sampled were cdhosen *ithis stages in mihdl,td maximize

the ratio of betigen to within sample variation.)
J

1 t

During the preomerationa4: stage,thethild44 reiergentations of

literary or spectator role experience take a very simple form: a

one -to -one correspondence between the story and its mental representation.

. There'is little 6r no evidence reco4ng ate this stage; there is

virtually no summarization pr categorization:; with a story that

his net been thoroughly learned there may be'a good deal'of fragmentation

and disorgamization. The basic representational princlile is an'enacti e

3
me, and the responses that result can be extensive. (In tasks

.king children to discuss stories, for example, the Six year o

gave longer aVerage responses than any other age gfbup.) The fmmatar

23
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phenOmena of centration, syncretism, ind egocentrism are very eviderit
\ _

at this stagel-in.tasks for which" theenactive retelling of a story

is obviously. not appropriate. (This is, the case, for examplelin a
,{

% .
. g.

.

.

request for,reasop for liking a:favorite Story.) ,Such tasks yield

,' very little evidenc' of agy further structure or logical coherence

ix the s 'representation of a story.

' The° acquisition of concrete operational schemata brings with it

'a
*
new tendency toward summarization and categorization. The storis

represente4fin terms of more general characteristics which it shares
---, . 1

. ..
with other literary experiences: it may$be an "adventure,' for

example, o27117-"hdppy story," or "abciA trains." For the first titre the

child begins to give systematic reason's for liking or disking stories,

shoiingan ability to integrate various aspects of response through
)414,

the categoried into which the work has been classified: A favored
,

story will be favo for example, becduseiit is "funny" and "8144

',clowns. "

'It is at this

extended transactio

stage, the child "di

'reexperiencing the st

age that the child. beg o engage in relativillii,AP
7 1

discussions of a stow; at the preoperational

sing" agstory relies on etic techniques,

in the process of retela

thought brings with it a number of:changes,
.

Formal operation

summed up-most s4mply a an ability to look "beyond the information

given" {Bruner) 1974).

stages. During the firs

Piaget asserts the mech

the pr'edominant approach to discussi-6g

evelopmenta11Y, this finds dkpressionin two

(corresponding to the period during which
f

isms of formal ope tions are being acquired),

rature.is one of analysis.

Everything becomes a legitimate topic of inquiry: the motives of

21
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characters, the structure, of:the work, the explanation of personal-

/
reactions of pleasure or distaste. Paralleling andseemingly distinct

from this analytic approach is a movement away fromighe exacting

literalism of theipreadolescent. Where a nine year old will explain

a saying such as "When the cat is away, the mice will play" in terms

of peti and rodents, a thirteen year old will, see an analogy with a

wider class of life experiences: lit is like'when the teacher goes, .I

Out, the children shout." This is a major, step toward the recognitioh

that literature is, in Denys Harding's (1962) words, "an accepted

technique for discuss : e c ances o

The final step toward Haxding's goal comes in thesecondstage

of 'formal operational thought, which is characterized by an explicit

concern with generalized meanings. The earlier focus on analysis now
-01

becomes somewhat secondary, as apart of the explanatory fi.gmework

\ supporting the broader generalizations which are the real concern.

orks are,discassed in terms of their theme or -point of view, and

,

the effects of the' work upon the reader begin tojpe formulated in terms-
.

'of understanding gained (or'not gained) through 'the experience, and the

ways id which it his altered the meader%s expectations or interpretations

of the world.

Figure 3 provides a schematizationof the trends we have been

Figure 3-about here

'discussing, $nd illustrates one further aspect of this line of

development: 'there is ajarallel evolution in the ways children

formulate their response to the objective characteristics of the work

and the mays they describe the efect this objective construct has

upon them.

25
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Figure 3.: Developmental ,Stages
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There are twb constraints on the model presented in figure 3 that

ne Ito be made explicit; First, it is assummark-orchildren's'

preferred way of, responditgof what they cid when they have a choice

aboutiwhat to say and how to say it. It says nothing about what
. .-

-children cart do if placed in a position where this preferred Node of

l'espopase is rejected, as inadequate or inappropriate, and nothing about

.tbeldimensions of'response in interaction.'with-a teacher for a peer.
.,

. '
. ,

,

. Secondlihe mbeel is based on those' aspects of response whAph

children are able to verbalize, and quite likely obscures some
4* #

developments which are occurring ate a les; conscious or formidable level.

One area: wherethiss concerns the effects of formal ope*ations

upon.spectator role experience. In story completion tasks,tbere are

marked .differences in, the ability of children at different ages- to

extrapolate from an incomplete test in order-to priiVide an appropriate

ending (Gardner, 1973; Gardner and Gardner, 1971). /bung children

tend to provide an enelDethat islinked with'a single incident rather

thAn 14th the overall St;ucture- of the,s#ory; slightly -older ones draW.

unoa a stock of crrentional endings appropriate foi stories of he,
e,

type..they are considering. Only in adoldscencels there, evidence of'

an ability to end a.stoffin a way consistent with its,ove

structure, though these Appropriate endings may Aot be v ry creative."

The question that irfsef,is whether the preadoles cat's lack of

sensitivity to overall structure is also present' in

. to complete stories.
J

Children's ability to

from their ability t

very suggestive begi

ding or listening

This requi.res a different kind ot.evidence, ,since

respond nonverbally may 'be considerably different

nsciously 'extrapolate. As an,interesting and
. ,

in this area, we can cite Depoeed (1938).

-4-

/'
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of chtMen's responses to radio-drama. Using physiological

measures of pulse, blood pressure, and galvanic skin response, as well
.

as records of overt motor reactions, he found that preadolescents''

responses dwieloped incident by incident, whereas adol4scents and adults '

V

showed a developmentof response over the course of the
.2

drams. This

was particularly evident in the case of surprise endings: adolescents,'

whose expectations seemed to be shaped. by the early stages of the.

drama, reacted sharply when these expectations were upset. Younger

childreh, reacting

: "surprise" endings

Reading Interests
01/4

4

1

,It is easy to

incident by incident, responded as though the

were ncOturprise at all.

critic eLtho'typical Study of reading interests
10 -

,

for concentrating, on superf al aspebti-ofregponse: to learn that

boys like adventure stories and girls prefer romance says very little,

about the -praCesseithat have led he to those preferences.-It is

.nonetheless true that our evaluation of experience is an liPortant

aspect of-our encounter with it; we usually remembey if we liked or

disliked a boo& or an authorSlong atter,4ur memory df4the details ot

the storiiTAe

w

We make such judgments as part of our general attempt to make:

sense of the experience, fitting it into our view ofl the world. deorge

11955) argues in his discussion of personal construct theory that

.each individual evolves a set of bipolar 'constructs" which are. used to
.

order and make sense of these experiences. In each particular domain

of experience, a subset of those constructs ravine particular

relevance and applicability will eventlially be developed. Although

, 4'

'10

28
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each of us develops a set of constructsin interaction with our uniquely

personal-experiences, because we function within a common cultural

milieu:there will be some commonality in the systems that emerge.

Kelly's work, it proceeded independently and relies on

very rminology, is coTpatible with that of the other

theorists on whom we have been drawing. (iiis noti000f a system of

constructs is ,essentially a way of describing and analysing

"representations of experience.") Kelly's,repertory grid techniquesw
also provide us with some methodologies for going beyond the

superficiality of the usual stud?' of reading interests toward a fuller

undergtanding off the kind of judgments that are made'in rtsponding

, .to a story. 0

Grid_teehniqueg-have been discussed in detailbrBannister and .

Mair (1968). Basically, they, involve the rating of amber of elements

from the domain of interest (in this ca .,,014.ting in the speCtator

, rainlon a number of specific constructs that are used to make sense

..,

of these elements. Various methodological variants allow one to

'investigate the type and nurgber of constructs actually used by a,given

4.1.ndividual, to establish hierarchical aid correlational relatiotiships

among these constructs, and to examine 6ommoaality of response in
4

graaps ofrindividuali asked to use a set of specific constructs.,

In format, the latter 4proacft can be identical to Osgood's%

Semantic differential (Osgood, Suci, and Tannenbaum, 1957; Miron and

Osgood, 1966),-but there are basic differences in the:assumptiona and

goals of the two techniques. Where a semantic differential asks for

generalized scales, repertory grids ask .

.

petaPhoric rating

-=4

, 2 a

4
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P
f o r literal ratings on scales des ned to b e d lre relevant to the

e..

4.1
. .

items being raped. In a sense', 'Vie repertory grid inVolves,a systematic

study- of the "denotative confounding" that Osgood warns about in the

use-ofthe semantic differeM4al.
I

Grid techniques offer a powerul methodology for measuring

attitudes and attitude change. They can be used in case Studies o
'41111 r

.

singleiindividuals or large scale studies of group response.- They are

relevant to_studies of general attitudes (toward poetry, for example) as

tire]. as highly 'specific ones.(reactions to particular okaracters in a

novel)°. They can be adapted to measure the effects of teaching, of

age, ofpersotaiaty. Their chief limitation is a technical one.; they

generate an enormous quantity of data and raise statistical issues

that require more sophistication than has been evident in most studies

of literary, response. To IRid.being swapped with uninterpreted data,
P .

it is 'even more essential than usual to know in advance what questions
k'

area to ,be asked and which specific analytic techniques will be used

to answer them.

To illustrate 'cm of2the types of ?nfoz tion that grids can

' yield, we can consider some studies which, use lied constructs

and asked for ratings of a number of stories (specific titles wee

supplied by individual children) (Applebee, 1975, 1976a, 1976b).

pSes froM samples of six, nine, thirteen,'and seventeen year olds

indicated that as f,,ge increases, there is a tendency toward increasing

consensus in patterns of constihuing. This consensus is

greater ,in the structure of the construaystem,(e.g., in the 'way a

judgment that a work is "simple" relateso ajudgMexit that it'is "long")

than in ratings' of specific stories. The presence of such consensus

30
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in patterns of coast provi es the basis for a shared or common

cultural experience; it \s a meaSure of the extentsto whichlich

A

individUalls personal construction of the world is similar to that

of his or her peers.

Although the structure grows more consistent witivage, 0 its basic

dimensions are present,in the youngett samples studied. Lesser overall

consensus in,yOunger samples seems to re'f'lect a more idiosyncratic
4

patterning of 'individuai,conitructs in themajor dimensional,rather
:

than differences in:the dimensions themselves. Mat Is, at sit

i

there is less agreement about the specific constructs, that contribute
.

.

to a judgment of liking or disliking, but at both sixand seventeen,
--.

. .
the judgm!nt df-iliag or, disliking remains an important dimension, of

response.) It,is unclear from the data-in these larticulsx studies

whethep.t the younger ages ye were measuring stable individual differences

or lack of. stable stihcture is individual patterns Of response. .

t.

Three major dimensions of reswase-emerged and were labelled

"evaluation," "simplicity," and"realism. None is particularly

surprising; they are intuitively ltensible and correspond well with-

previous studies of response.'

Share are some interesting developmental.changes in'the nature of

the judgment reflected in these dimensions, however. Among the constructs

.related to evaluation, for example, both "ends happily" and "works at

out as yotiwould expect in the end" shift from positive characteristics~

at nine to negative ones at seventeen; "disturbing" shifts fr6m a

negitiveto a positive characteristic during the same time peribd., Each

of these can be interpreted as reflecting the increasing concern of .

the older children with adult-literature employing more sophisticated:"

31.
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.themes.- Simplicity{ shows a different sort of change. The yoUyoungest

,

2 children'studiedlwele iliceriedprimarily with reading difficIpty and

age appropriatenesN.the oldei ones with the contrast between simple
,

... .

and complex:books, alf of whi.c.h are adult. (1984 versus Fax From the

. Madding<rx,:rd illustrated this contrast in the responses of one

-'seventeen year old; ,Ice Station Zebra.
versus The Go-Between illustrated'

it in the responses of another). Concern with realism also showed an
,

evolUtion,.from the six year old's distinction between the real and the

.mikeTbelieve tots. latgr concern with the distance between the world of'

.the. Ertbry and that of the'rAader's own life.

Grid ratings can also be used to examine the general characteristics
//

-of stories as perceived by children at` a given age'and, hence, the
-

.

Ira.th'which these' experiences will be shapingoothe expectations

(constricts, representations) present in later encounters with similar

genres'. In the six to seventeen year old stingy, 40r example, the ratings

indicated.that.children enjoyed the majorityof their encounters with
,

stories, a basis for de;reloping what Britton-(ft68).has

scene? a "legacy of past satisfactions." Preadolescents also tenftto

perceivelheir stories as midi:4g happily (amacArate perception of

.

most.Children's literature), setting the for the "happiness binding".

which Squire (1964) has'reported as -one obstacle limiting the responses

Of somewhat alder children. In this context, Squire's finding can be,

resultiof a legitimate expectation (of happy endings)
interpreted as' the

whithA.no longer

literature to more

appropriate when readers turn from children's-

mature literary forms. AThat Wilson //9667 found
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no evidence of happiness Minding in college.freshmen suggests that, as

one would. expect, student's eventnOly evelop allew and more

apprbpriate set'of exjectations.for dealing with adult literature.)

Such results are only suggestive of some of the ways that grid.,

iechn4pues, and the theoretical orl.entation that supports them, can

-14brcught to, bear on questions that arise in the study:bf literary

.

response.

The Nature of,Representation

K.^

A fascinating questfon whiCh arises very Avickly in the study of

response, to literature concerns the nature of a reoresentation of

experience. There are a Uumber,tof 4..ettigitors who offer useful guides

'in this gene area. In rny own work, I have drawn heavy upon

cognitive theorists,. particularly Riaget, Bruner,. and Vygotsk, with

a leavening of.gforge Kelly,Whose terminology and emphasel can be

lem

particularly useful in studying havior in eduCational epntexts.

Ilice,.nature of representation be es particularly important when we,.
_ ..

.

begin to consider the general area of the "influence" or "effect" of

literature: however effects a r e to bp Toted, they must alter

indiviOnmll' representations of experience in speclaOle ways.
A

Recently, Anderson aad'his colleagues have turned their attention

to the nature of representation, in their attemot/s to understand ,and
., L

to model the processing and comprehension of text-(Anderson, 1977; Anderson

.et al., 1977; Adacs and Collins, 1977). Their "schema theory " -of I

comprehension is compatible with the work of the psychologists already

mentioned, and elaborate4 usefully on.Bartlett's (1932),early but still

relevant studies. For those turning to their wore as.e, prelude to :f4-0

studies of response, there are two dimensions that need careful

33
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consideration. First, the model theY-bave proposed.is,iwits preseAt
' ' t

form essentially a static one, designed to- explain hoiti; a particular
. /

"Li

.
.. . . , . . .

telit iSpomprehended by a particular individual; in studking literary

respOd§e,,me need tolthinkof the interaction between text and the

atructure of the relevant schemata more directly thin Anderson and

his colleigueslave found necessary. Second, though narrative texts

have,played in important role in their diperimental designs, the

particular issues addreiied have not made it necessary to formulate

very 'precisely the differences in the processes 01 comprehension in .

Spectator and participant roles.; ji-othe study, of literiri'response, the.

nature of these diffevences is one of the major research questions. ,*

With these two points in mind,:both.the theoretical papers and the
4

experimental studiei from this group are an excellent

starting point for anyone beginning to investigate the effects of

literature on) representations of experience cr-the,effects of our
I

experience on response to liteiatUre.

Conclusion

The approach which has been recommended in this paper is one in

Which theoretibal con structrPlay an important role. They shape the

questions.wilich are asked and. the ways in Vhich particular sets of

data hill be inte4eted. At this stage of our knowledge, at least, the

alica productive concern seems to'be/with buildingupa Coherent and-
.

_cOnsistent portrait of the phenomena we are studying, a portrait

structured around such general theoretical constructs as retic and a

transactional, spectat9r and participant, and Piagef's developmental

.

stages. Al). of these' are probably oVersimplifications, liut useful ones
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which further rather than constrict our' undeAtanding.

Given that research funds and energies are limited, we gain

more from a-variety of carefully constructed experiments). tasks, each -

utilising a' limited number of subjects, than from a smigoler number of

tasks cbcipl eted by large numbers of peaple. The 314 studies (Purees

-et al., 1973 and the NOP (1972) studies, .for example, needed very

large s in order to provide valid and precise estimates of..

overall achievement levels; but as studies of processes' of literary,

response, -sante tasks used with small samples would have beeri

equally .inforinatiye. As it is, we are left in the lEA." and MEP results

with Asignificant" correlations and "significant" differences which,

though real enough, are ,too small to be worth the effort needed to

explain them. Yet their ve5y presence invites interpretation and

diverts attention from larger differences that may reflect the operation

of more powerful and pervasive dimensions of response.

Given:tfii usefulness of a set of tiaeoretisal concepts to guide

our work, it is also. necessary that our approach to any given set of

data be open-mindeda There are many useful lines' of evidence which

Can be arawnfrom literary critics, from linguists, ,from psyChoanal.vrtic

,

studies from anthropologists and sociologists, from media research, and

from t LEA and NM'. We would lose a great. deal_if 'we allowed our

initerest to to restricted to the findings of those wh shared our own

-a.

presuppositions. There is more than one way to interpret virtually any

set of data, and- lternate perspectives can sometimes show

us haw to strengthen and improve our awn.

There are a number of ways in which the general frasiewolt outli

here awaits farther development. On a theoretical kevel, one of theo
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interesting invo1'is the ieneralization of the notiOnsiglmtli

45
and spectator tole expeAence to otherimodesof discour e. Ther are

Obvious unities in our experiencesin the several arts, which.

Langer (1953) and Gardner (1973), =wig others, have noted, and many

of the lines of development discussed in this paper can be directly

per,i21eled in -ehe other arts. The implications of such a generalization

of Brittoxilmodel need ftrther,and systematic study.

A second, perhaps more practically relevant, dimention it 0

neel, Of amplification concerns the interaction of reader and text.-

particularly the protegees involved in changinf a given set of

expecte-4ns (whether about the specific conventions of literature or

the more general characteristics of life). uch changes are hand

study except at a distance because tardy- slow; the

effective change from any given exper e.is usually miasmal and the

ways of measuring it limited. Nonet less it is the cumulative

effect of such experiences, however mimel any one of them maybe,,

that is our major concern as teacher as scholars, and as readers

of literature.

I
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L. The stories were transcribed by a famili

r ,

were telling them. T

e1the chiln

lossvof most evidence on

prodbmciation,tesi and revision, and a more-polishe 'version

ob
of the stories than would be the case with tape recordings. Ames (1966)

0

R

reports analyses of similar stori hered from essential the

4. AI

;, Be reports provide some useful amplification ot problems encountered
\

A
in gathering'responsei-to this task..

(

e

same populationin the years following Pitcher and Ftelinger' Work.

Because.poetic techniques can operate recursively on many levels,

"attributes" at onb level of analysis may be "elements" at another.
cs

Characters, for 4kample, can themselves be analyzed_ as collections
t-

' of attributes (personality, sex, power, consanguinity, and so on)

which place them in specifiable relationships to one another.

3. We. can see here' an explanation of two phenomena with which parents

and teachers are familiar: the child's 'pleasure in hearing the sane

story again and again (a process necessary to establish a complete

elective representation ofit), smdAhe;word-by-word exactness

required of any retelling.
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